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ABSTRACT

ﬁkﬁm It seems inevitable that desegregation cannot be embraced
as a goal for publié school since it violatés the historical
purpose and function of the institution to discriminate between
and control young people. This paper presents ethnographic data
on a Southern high school which was desegregated. These data

show that the desegregated goal led to specialized roles on the

part of staff and students to achieve desegregation or education.




Goals, Race and Roles: Staff and Student Patterns in the
Desegregation Process.

Tt used to be that the controversy over the public schooling was
a simple dichotomy. There were those who thought public schools
were essentially alright but needed some technical changes and in-
creased support, and there were‘those vho thought public schools
were based upon the wrong lodgic ‘and needed basic restructuring.

That era has past. School desegregation has complicated all that.
Those who were pro-public schools are now more fatalistic and those
who were anti~public schools now find themselves supporting public
schools because without that desegregation might give way to
resegregation.

This confusion persists, some would posit, because the incom-
patability of desegregation and education goals. Some are pro-
desegreqation essentially because it challenges the logic of public
~chools, and some are anti-desegregation for the same reason. Those
who lean to the left usually embrace the Iommer, and th%s intriguingly
represents a "liberal” attitude conderning social change. Those who
lean :: the right usually emb;gce e latter. and this represents a
vconservative® attitude. As such then, school desegregation forced
many racicals to adopt liberal stances. They have been compronused
by public education being forced to accept incompatable goals.

The purpose of this paper is to more fully uaderstand this goal
incompatability and to examine its effects upon a school. This
first issue is probably best understood historically and the

latter can be accomplished using ethnographic data from a Southern

High School.



Education and Desgdregation

Obviously, it is necessary to demonstrate that the goal in

compatabi\!hy of educatlon (as embodied in Amerlcan public schools)

andﬁéesegregatlon. There are nany ways to do this, but probably

N Ny
the succinct argument is based in history. Katz (1971), Kavier,

Violas and Spriﬁg (1973) and Spring (1976) all demonstrate

historically that public education in the United States was

designed and functioned to serve the industrial and economic

order, and not to promcte equality since its goal was to main-

tain ‘stratification while promoting industrial skills.

mhe Interaction of Stratification and Schooling in the United States

Katz (1971) has argued rnost convincingly that the “"Great

School Legend,” as Greer (1972) calls it, does not seem to have

much historical veracity. In fact, Katz pé&trays the origins

of public education in the United States as part of a movement

to maintain Protestantism over Catholicism as the doninant form

of religion in this country. The force of this movement was bol~

stered by the demands of a Protestant controlled economy that

was rapidly becoming industrial.

The industrialists saw the urban immigrant masses as a po-

tential source of workers. iovever, most immigrants had come

from aorarian backgrounds, and sirply were lacking in srills

that industry needed. Yet even more problematic than this lack

of skills, since experience could easily give skills, was the

potential of tliese masses for urban unrest, and more specifically

an attitude that was not conducive to working in industry. The




3

necessary attitude, according to the industrialists, was one of
acceptance and docility. Mass production required workers who

not only had skills, but who also accepted their lot and were

not divisive elerments in a work setting thét\required acceptance

of rcutine anc authority. The Protestant indﬁé&rialists, according
to Kati, viewed public education as the approprigtg vehicle

through which to inculcate these slills and attitu&éa in the poor.

There was some dissention, however, over how to gég; provide
these educational services. Xatz documents the range of
experimentation and discourse to hlghliqht the sianificance‘of
the final choice of “incipient bureaucracy” as the organlzational
form that vas believed to be most able to achieve the desired
goals.

Iﬁtriguingly, bureaucracy has been seen as the most "rational"
form of orcanization (ieber 1°264). This “rationality" was pre-
cisely what the industrialists saw. Dureaucracy maximizes order
and control. It more regularizes the distribution of power and
authority than do other forms of organization. Thus, when looking
a* the task of instilling a particular set of skills and values
into an extensively heterogcneous rass of immigrant groups, the
selection of bureaucracy by those in control wvas indeed “"rational"
for their interests. They were pushing integration into the
industrial order, if not American society.

Tt could be argued then that the history of mass education
in this country is a history of conflict over the meaning of

integration. As Katz (1971) showed for the nineteenth century

6
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origins of public schooling in this nation, l'arier, Violas and
Spring (1973) and Spring (1976) denonstrate for education in the
tuentieth century, the persistent logic of the public school
movement has emphasized aséimilation ovér intellectual
development--with the often'éxplicit goal of teaching "the norms
necessafy to adjust the young to the changing patterns of the
esonomic system as well as to the society's more permanent
values" (Karier, Violas and Spring 1973:7).

The assumption of bureaucracy as the organizational form
for public education was, thus, an insidicus desian to forcibly,
but subtly, assimilate the newly irmigrated into an emerging

industrial order that was dominated hy Anglo-Saxon Protestants.

Further, this "assimilative logic" has persisted and often

seems to have been heightened by the increasing bureaucratiza-
tion of public education.

It may be argued that, if anything, the “"assinfilative logic”
may have been heighteaed over time through an institutional
accrual of power. The assumption of bureamcracy as the organi-~
zational form for public education seems to have ied to an
insulation and isolation of the institution from those which it
serves. Inasmuch as the preeminent feature of bureaucracy is
internal control, problems that emerde within the organization
are routinely resolved internal to the bureaucracy with only
gross incidents referred to the fornal linkage to the cormunity,
the school board. Further, cgiven the pattern of democracy in

this nation is simply majority rule, it is often the case that

7
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the school board is more representative of local industrial in-
terests than of the general communiiy. Even when this is not
the case, school hoard decisions are often based upon information
and recommendations of the "experts” who staff the bureaucracy.
Even the formation of state credentialling regulations reflect
this pattern.

The institutional accrual of pover by education seems to
have been supported by the professionalization m?vébent among
educators. As with other occupations, professionalization
appears to be a mechanism which "cools out" outside influence
and control through the development of colleges of education
that deterﬁine, under legislative mandate, who can be a teacher
and who can be an "expert" in the field of education.

Interestingly, some of the characteristics of bureaucrati-
zation, differentiation and specialization in particular, have
seemed to neutra{ifs the possibhility that anyone can be "expert"
on all facets of the educational process. (Mot only are educa-
tors specialists but schools have differentiated varigus cur-
riculum blocks, administrative specialists, and levels of
authority.) This trend seems to have been effective not only
in redqcinq community influence and involvement, but also in
thwarting the‘emergence of any large bocdy of intellectuals who
are "knowledgeable" across the gamut of educational philosophy,
theory, policy, curriculum, instruction, and so on.

In short, public education, seemingly through increasing

bureaucratization has over the past century accrued such pover
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that it may consciously only ninimally represent even the indus-
trialists. Yet the mold seems to have been cast in the 1820's,
and education may never he able to escapc its allegiance to the
early industrialists, and its assimilative logic, if it never
escapes bureaucracy as the doninant orcanizational form.
Desegregation is a challenge to the assimilative logic of
public education because it serves the interests of those who
have been denied a quality education because of their lack of
assimilation. It represents a direct attack on public school
because it puts the hkurden of proof, and therefore accountability,
upon them for "integrating” those who have not been "agsimilated."
Further, given that bureaucracies by design maximize control,
"integration" into the conventional world and the promise of
economic sufficiency are the revards for being assimilated and
accepting the paraméters 6f behavior and style promulgated by
the institution. The threat or punishment used by public schools
for promoting "assimilation" is the denial of access to
conventional economic opportunity by denying access &o educational

certification. As a result then, desegregation when imposed

. as a goal for public schooling challenges the major social control

mechanism of pul;lic schools. The goal of education as embraced
in the American public schools is in direct contradiction with
d2segregation and equality of educational opportunity. The

implementation of these inccmpatable goals would promise to

have effects upon the everyday life of a public school.
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Regsearch Procedures

The data for this investigation were drawn from
an ethnographic study of a desegregated high school with approximqpely
500 students in the South that was funded by the llational Institute
of Fducation. The study took Place over two years, ancd was
primarily geared to investicate the process of interracial schooling.
The data vere gathered via intensive, unstructured interviews,
observations, and document review conducted primarily by the authors
P of this paper.

It is importart to review the nature of ethnographic research,
since it is a technique often misunderstood by non-gnthropoloqists.
Spicer (1976) arxgues that ethnographic research is emic, holistic,
historical, and comparative in nature. That is, it gathers cata
directly from the people involved in the categori?s that are
relevant to thern (emic); it places events in context of the total
experience under study (holistic): it incorporates history as
a natural event in the studied experience (historical): and it
considers and compares the variety of classes of events that make
up that experience (comparative).

Further, the collection and analysis of ethnographic data
is conducted under rigorous rules of analytic induction. The
most significant of these rules for data analysis concerns data
exhaustion. Simply put, a hypothesis that is inductively derived
must explain all the data relative to the relationships and classes
of events contained in the hypothesis. If the "heuristic"

hypothesis does not meet this standard, then either it must be

10
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modified so that all data are exhausted by it or a substitute

hypothesis nust be formulated that satisfies the standard. In

~ short, an ethnooraphic analysis and/or synthesis is "true" for

all relevant data collected, albeit it may not be generalizable

across other settings. Further discussion of the ethnographic

technique and a response to its critics can be found in Noblit (1977).

Finally, it should be noted that ethnographic d?ta is best
used to gain an interpfetive understanding of an experience or
event, and as such is vital to deriving a scientific proof con-
cerning the nature of the experience or event. Both interpretive
understanding and causal explanation (as derived from enumerative
research strategies) are necessary to satisfy the notion of a

L)
scientific proof (Turner & Carxr, 1976).

The School

Crossover Illigh School (a pseudonym) was build in 1943, and
graduated its first class in 1951. The structure was built on
a 35-acre tract of land for the expanding residential areas of
a Southerr city. From the Qeginning, its program, Kindergarten
through 12th grade, was established as a sort of college-prep
schiool for the children of this economically affluent area of
tlemphis. In reflection of the political character of the
community, the district boundaries were simply gerrymandered to
e@xclude most children of working-class parents. And, of course,
the dual system that existed under total racial segregation
excluded the Black children fron the neighborhood of Crossover

located two blocks to the north, just across the tracks.
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1’ith this highly homogeneous school population, the academic
program of Crossover High School (CHS) developed a reputation
for excellence. Reqularly, 95 percent of the senior graduating
class enrolled in college. Iﬁ one yYeex during the 1950's, there
were 11 Merit Scholar students in one craduating class. Many of
the local influential middle—ﬁanagement executives, professional
people, and political leaders are graduates of C#iS. During the
19508 and 1960s, conpetition at the school was intense acroas
the gamut of academics through the availahle social activities,
and parents supportec the échool financially and cpiritually.

The all-vhite faculty found the teaching situation highly
attractive at Crossover. They received the best equipment and
generous volunteer support. Only the select teachers were
permitted to transfer to Crossover, and only the very best
maintaine 4 position. Hence, the teacher turnover up until
1969 was ninimal.

In a 1972 desegregation plan, the Black neighborhood of
Crossover, located just across sorie railroad tracks from CHS,
was included in the school district. 1Ilot unlike other Black
enclaves in residential areas of Southern cities, the community
was established early in the century to a labor force for service
in white homes and business. T'hile thc sense of community is
strong in the neighborhood, it is plagued by property, violent,

and victinmless crimes. In many ways, it can be characterized

as a “"street corner society."”
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mhe former Black hich school (now a feeder junior higp school
for CHS) was a source of pride for the neighborhood. Busiﬁess

and parent groups, as with the segregated CHS, vere active
supporters of the school.

Needless to say, both Black and white communities were
apprehensive about pairing and: desegregation of Feeder School
and CHS, and responded with mized emotions. When desegregation
was ordered in 1972, most white parents with children in the
senior high permitted them to remain and graduate. bBut many
parents with students in the junior high, particularly girls,
removed them to private schools rather than send them to what
was considered an inferior Black junior high school. The Black
rommunity had no choice bhut to comply. The white principal at
Crogsover llich School resigned rather than face the inevitable
problems of desegregation. Thus, the Black principal at Feeder,
with half his staff, moved to take charge of a desegregated

Crossover llich in September, 1972.

Results

The effects of goal incompatability upon school processes i;
best assessed when each school subsystem (Scrupski 1975) is
analyzed’separatelya To that end, the results will be discussed in
three pafts: 1.) the administrative subsystem; 2.) the academic

subsysten; and 3.) the student subsysten.
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The Administrative Subsystem

The goal of desegregation represents a threat and a promise to
school principals: If all goes well, they are revered as greaf
leaders; if things do not go so well they are seen as incapable.
By chance and the controversy nf desegregation, we were witness
to a natural experiment over the two years oi the study in which
one Black principal was replaced by another. The first Black
principal embraced school desegregation as both a personal and
organizational cause. Nevertheless, he recognizcd the potential
threat, particularly since CHS was regarded by the media as the
"barometer’ of desegregation. Further, the threat was heightened
by many of the white students being the children of well-to-do,
elite frriliis. It became apparent that if the goal of desegregation
was to be achieved, these whites and the "old guard" teachers who
had served them would somenow need to retain as students at CHS.
As a result, the first Black principal allowed these white elites
to have a disproportionate influence within the school since these
"honor students”, as we call them, came from familiss liberal enough
to "try" desegregation, and were not ahove using their influence.
Whenever possible, both whites and Blacks received “best dressed”,
“Sest student®”, etc. The selection of representatives for the
student council was controlled by minimum grade and behavior
requirement, teacher approval, and finally student elections--
which ended up with whites being elected even as the school became
majority Black. Tthite students even received less discipline.
As one teacher put it, ““hen I send a student--white--down t:‘the

office, the student is right hack again.”

14
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MAs our ohservations began it vas evident that optimism was
fading fast. As the number of whites, and particularly the elite
*honor students,* declined, small enrollments in foreign language
and advanced placement classes forced thei; elimination. The white,
old guard teachers who had served these honor students also began
to transfer to suburban schools.

It was in this context that the dual goals of education and
desegregation came into conflict. Desegregation was threatening
the academic progran as the old guard teachers saw it. But then, a
white social science teacher, a member of old guard, transferred and
was replaced by a Black female who had administratively transferred
about the system a number of times, and was regarded as incompetent
by at least one of her previous superiors.

The honor students became almoct immediately dissatisfied with
her teaching. She assigned homework, required them to pay attention
in class, and chided them for their laziness. 'hile her competence
may have heen questionable, it appears that what disgruntled the
students may vell have been her "standards.” Their performance
on her examinations was poor: they rarely completed their homework,
and she was unyielding to their demands. Nevertheless, she was lax
in returning homework and examinations and was reluctant, to take
class time to go over basics and technical errors the students
had made. She naintained they should already know sucn chings in

order o0 be in the advanced classes or at the very least should be

able to sharpen such skills on their own.
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It was this multiperspectival reality that forced a con-
frontation. Many of the honor students were angere@ and went
directly to the principal to complain. tThe princip;i looked into
the situation and decided to support the teacher. After con-
tinued complaints to the principal were met with support for the
teacher, the majority of'tbe honor students declared war. They
went to the old guard whose allegiance seemingly required a'
sympathetic response. The old guard began to complain, but were
reluctant to confront the principal even though“they made it well
known whose3 side they suprorted.

The honor students had previously not moblllzed their parents

for support. In fact, parents had a11 but ceased to exist as

———

far as the school was concerned. The P.T.A. had not met yet
that year. The Principal's Advisory Cormittee consisting of
parents had been essentially recruited by the principal and rarely
met. Parents co this point had been successfully "cooled out."”
The honor students had been so secure in their power that even
though they might complain at home, they requested their parents
to stay out. Onc mother related her dauchter's responses to an
offer of intervention: “llother, I can handle it."

17ith their influence stunted, however, the honor students
initiated the mobilization of their elite parents. The parents
were concerned. They called the principal, came to the school,
and talked with both the principal and the teacher. The teacher
wavered but little in the face of the onslaught, and the principal
stood firmly in support of her--after all, "standards” were at

stake and the old guard had repeatedly demanded that standards

16
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be maintained. Unfortunately, in retrospect, it appears that only
their standards were to he immutable.

The elite parents were in a dilemma. Their liberal ideology
supported desegregation even with some possible educational costs
to their children, as they had originally viewed it, but were
the costs now too high? They met and discussed the dilemma.
ith the support of their children, they decided that therteacher
incident wvas an indication of the ineptnéss of the principal.
They recoﬁnted the discipline problems, the principal’'s low key
response to their complaints. They noted the erosion of the
academic program with fewer and fewer accelerated classes being
offered. They resolved that further action was dictated since
seemingly there were two significant problems@ﬁl the school,
school security and the quality of education. Actually, the
first issue was added to the bill of particulars late in the pro-
cess of parents considering what basis upon which they should
act and remained somewhat secondary throughout the Yyear.

It seems that the development of these two issues was a
major determinant of what further action, if any, was to be taken.
Being influential people in the community, the parents were not
going to take on the school just to resolve the incidents their
children brought to them. The result of their search for the
"basic issue" was that there were significantly quality of
education problems at Crossover. Of course, this conclusion
was largely based upon the reports of the honor students to

thei' parents.
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The parents went to the area superintendent with their com~
plaints instead of to the principal. The parents interpreted
his response as protecting the principal. The area superinten-\
Aent explained the course offering problems and recited his faith
in the principal and promised to look further into it. As a
result of this action, the only P.T.A. meeting of the year was :
called. The meeting was hoped to result in once again "cooling t
out" the parents. The principal and éhe area superintendent
both spcke about the problems, actions that had been taken, and
the recalcitrance of some problems. The parents, Black and
white, were generally not convinced, and hegan to vocalize their
concerns and left still disgruntled.

The elite white parents decided to use their influence.

They utilized their social networks and developed a direct "white
line," as the principal was later to term it, to the central ad-
ministration and the sch061 board. In most instances, they be-
gan to by-pass the principal and the school, and went directly

to the sympathetic ear of a school board member. Finally, how-
ever, the school board memher convinced the parents that for
their concerns to have a proper hearing, they would have to go
through channels and appeal through the lines of authority with-
in the bureaucracy.

In their working up the bureaucracy, a significant event
occurred. At the school level, the principal and parents under-
stood the problems in the same way. 1"evertheless, the principal,
while quite defenesive, argued he was powerless to make the nec-

essary changes. Yhen the vhite elite parents got to the school

ERIC 18
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system's central adninistration, they were pressed to define
precisely what they meant by "quality of education.” Possibly -
througp the design of the Administrator to "cool out" the parents, .
it enaéd up that the parents had defined the problems in a way o

that left them uneasy. It was resolved that the problem was

defined as inadequate bureaucracy within the school. The parents
were certainly ready to agree tﬁat the principal was a problem,
if not the major problem, and the central office administrator
argued that what was needed was a principal who cbuldlenforce
the bureaucracy and thereby guarantee "quality" education.

The parents 1eft the meeting with assurances that something
would be done. Their impression was that the principal would be
rehoved, probably by transfer to an elementary school.

Following the advice to work the bureaucracy, they went
back to the area superintendent and then directly to the Super-
intendent of Schools. Thé parents left the latter meeting "feel-
ing let down," according to one parent. Some of these parents
began to'reanalyze the problems at CHS. They indicated subse-
quently that at least some of the problems were "system" problems,
and could ke directed attributed to the Superintendent..

A malaise resulted from these encounters. ‘The parents vere
still concerned but were uneasy as to how to act, and the mobili-
=zation began to wane. Even with the formatfon of a new PTA for
the next year and some action by Rlacl.s to keep the principal

some began to interpici the battle as futile.
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The reputation of the new Black principal preceeded him. He
was known to be a "tough cookie" who ran a "tight ship."” The
coaches had heard through their network that he was a "student's
principal.” ‘ Other schools began to recruit the old guard
teachers; they wanted to "skim -off the cream.”" A few transfers
resulted, and the new year began with apprehension.

Given the pfeceeding controversy, the new principal believed
the problems gt CHS were two-fold--discipline and quality of
education. His strategy was to attack the former inmediately
and develop the latter. His disciﬁline %as strong, which the
school participants had seemingly demanded in his mind.

He cleared the halls of students. He declared a guidance
counselor surplus and then replaced her; even though the im;ro;/

priety of this was noted by many of his staff. While the first .
principal had lackgd dramatic community support, he at least
was well connected in the Black networks both within the school
systen and in the Black neighborhood which Crossover served.
The new Black principal, while having achieved great adninis-
trative success in the past, lacked the support of netvorks in
and out of the school. He was not as much a part of the Black
school system network, not part of the Black neighborhood net-
@ork, lacked the immediate support of any teacher faction, and
quickly lost the support of even the honor student network by
eliminating their preferred status within the school. The elite
s white parents network, however, was full of praise evén as some
of their children transferred to other schools for a higher qual-

ity education and for access to student honors. In any case,
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they argued these were not seen as problems due to the new principal,

but to desegregation, the past principal, and the school system.
He reassigned the coaches from study hall duty to large sections
of social studies classes. He increased teaching leads even to
the point of assigning each of the two guidance counselors to
two classes each day in addition to their guidance responsibilities.
He was very visible within the school and very coercive. He
said he would eliminate anyone who was "not on the program,"
teacher or students, and did. v

The school became uneasily quiet and closed. Students in-
jitially feared him, as did the faculty. No ailegiances could be
counted upon to insulate oneself from possible punishment. Fac-
ulty meetings were said to have become lectures in which ques-
tions were not to be raised or comments made. Stydent assemblies
were patrolled by teachers as the principal chided the students
for misbehavior and nois;. His assembly Jdismissals were dotted
with seemingly paternalistic praise for their cooperation. Con~
trol was the order of the day. If that was lacking in the past and
the previous principal had "failed" because of it, the new prin-
cipal was coing to succeed by establishing order.

As the year progressed, the situation "normalized" somewhat.
He received tacit support from most networke since their
fhterests required at least some support from him. However, the
halls once again were not clear of students during classes.
Teachers put in for transfers and students transferred, withdrew

or were pushed out. Some gtudents became accustomed to his

|
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procedures anc developed friendly ties. One teacher even commented
that "things were fine." But he also noted that he had been
unaware of the problems attributed to former administration.

Each af these principals attempted to manage the dual goals
of education and desegregation. The first Elack principal became
a victim of the incompatability of these goals. He learned that
whites would support desegregation as long as there was no
challenge to the academic status of their children. The second
principal given his knowledge of what proceeded his transfer to CHS
was quick to eliminate the elite status and disproportionate
influence of the honor students. He learned that school gtatus
is more than just academic rank and grades. The honor students
transferred when they lost %Pntrol of student activities and
honors. They sought "a social life" which CHS no longer provided

then.

The Rcadcric Subsystenm

As we noted in the last section, desegregaticn did seem to
challenge the academic program since as white, honor students left
the school, the Black students did no* replace them in the
accelerated caurses. The Black students were reluctant to face
the "o0ld guard” teachers and thereby place their grades in possible
jeopardy: “¥hy should I work hard to get a 'C' in accelerated
English when I can get an 'A’ or '8' in standard English? I keep
up my grade point average.” 1In short, CliS had with desegregation~‘
developed two curricula: one vwhite and one black. Of course,

part of this was due to school system policy. A memo to
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secondary school principals explained it thereby:

It is imperative that we have more uniformity in our

academic program as we enter into our desegregation

program in the fall of 1973. Many procedures which

have been optional must now become standard policy.

The memo outlined the new, "standard” levels of instruction that
included basic, standard, enriched and advanced placement, in order
of increasing "ability" requirements.

The two curricula also had another logic. With desegregation,
it seemingly was apparent that the Black students were less well
prepared than their white counterparts to face CHS "prep school"
curriculum. Therefore, the first year of desegregation led to a
controversy about what to do with the Black students who would have
graduated at the end of the year. 1In fhe end, "easy courses"
were designed to allowed them to graduate without the “"penalty of
desegregation.” However, it was at this point that the faculty
were seen to have two divisions. One divisions, the old guard,
was concerned with academic "standards" while the other, the Black
teachers, showed mnore concern with "reaching the student." Given
the experience of the first year of desegregation and this -
division, the old guard vas assigned and assumed the "quality
education” function; and the Black teachers agsumed the "integration"
function. This distinction is intriguing because the first Black
principal, as we noted earlier, functionaliy saw desegregation
as meaning keeping the white students. "Inteération” required,
on the other hand, bringing the Black students up to the ability

levels of the whites. In some ways, deseqregation was a burden

to the Blacks: They did not receive the rewards of the school
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in the prorortion due them by elections hut nevertheless they wvere
to work harder to come "up” to the level of whites.
There were tﬁo other aroup of teachers that were members
of neither the old guard or Black teachers networks. Ve ended up
calling them the "Motley's“and the "coaches," respectively. The
motleys taught their classes and vere liked by the students.

Nevertheless, they avoided the desegregation-education goal contro-

versy. The coaches were immune to the controversies of the teachers,

given their close affiliation with the principals. However, since
most of them vwere Black they would support the Black teacher net-~
work if forced into a controversy.

thile we would go into much more detail, the eggsential findingf
is evident. The goal incompatability contributed to a goal
specialization among the staff. Of course, the school system
seenmingly demanded this by instituting levels of instruction that

resegregated the students.

The Student Subsystem

As is evident from the preceding sections, the students were
not inactive during all this. They developed four networks which
we called the honor students, the freaks, the active Blacks, and
the Red Oaks Blacks. The honor students were the children of white
elite families. They took accelerated courses and had considerable
influence within the school even though that waned with change of
principais. The freaks were workina class whites who trould support
the honor students when necessary. Usually however, they appeared

alienated from and uncommitted to the school. They were the vhites
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who experienced dcsegregatud classrooms. The active Blacks were

highly commjitted students who were seeking access to the honor
students' rewards an? power within the school. They would opt for
some advanced courses but would choose high grades over advanced
coursework, and thgiefOte took standard courses. llowever, as the
number of accelerated courses dwindled because the active Blacks
chose not to replace the white honor students who left CHS, they
were able to modify the curriculum towards more heterogeneous
ggoupinga.  2he Red Oaks Blacks were essentially uncommitted Black
students. They often attended school to be able to "hang out" with
their friends. They put pressure on the Active Blacks to not be
“integrated" by "eating cheese” or "actingglike~Tom." The Relative
g8iz..-of the networks, in decreasing order were the Red Oaks Blacks,
the freaks, the honor students, and the Active Blacks.

Fach network related to the dual goals in a unique way. The
honor students arqgued they were for quality education and initially
had been for desegregation. However, they argued that experience
with desegregation had led them to become more racist. This type
of statenment usually wes a reflection of the decreasing number of
accelerated courses which threatened their future status, and after
the change of principals it also accompanied discussions of- their
loss of control over student honors and activities and the
undegerving ncw having such control.

The freaks experienced SEsegregation. The education doal never
really did apply to them. CHS never had done much for them in the
way of education and in some ways desegregation had heightened

their relative statuses and powver. For then, desegregation was
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not much of a challenge cr a threat. The major fear was interracial
dating which was minimal, bﬁ%‘nevertheless they were likely to
characterize everything as “fine" even with desegregation.

The activecslacks were under a }ot of pressure. They
experienced desegregation alternatively with the freaks and the
honor students, the Black teachers and the old guard. The honor
students and the old guard were a major threat because they also
controlled the possibility of quality education which was shared
with a precious few of active blacks. The freaks and the active
Black had the closest experience to true integration since they
por-ilated the same courses and activities. The Red Oaks Blacks were
also a threat to the active Blacks because they could and did on
occasion demand che active Black. to choose between loyalty to their
race and culture or their mobility aspirations.

The Red Oaks Blacks experienced a Black educational experience.
Their teachers were predominately Black and so were their classmates.
They also had little commitment to the school which, of course, was
reciprocal. These students rarely were invited to be involved in
school activities and often were received severe discipline.

Obviously, the good incapability had more effect upon the
students than the students had an effect upon it given their low
level of power in the school. However, that is not to say they
were without power and influence. As we discussed in the admin-
i{strative subsystem section, the students could mobilize support,
albeit some could mobilize more than others. MNevertheless, the
dual goals and their incomratibility at Crossover High School

school led to a resegregated educational experience.
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Conclusions

This case study has discussed the effects in one high school
of the imposition of the desegregation goal. Seemingly, its
incompatibility with the logic of public education in our country
(i.e. regeneration of stratification rather than mobility) led to a
number of problems at CHS. It led to transfer of the first Black
principal, to the division of the faculty, and reﬁegregated
educational and cultural experience of the students.

Let us return, however, to the plight of those whose analysis
of public education in the United States has been altered by the
school desegregation process. If you remember the conservatives
have become somewhat fatalistic and the more radical have found
themselves often supporting public schooling because deseagregation
has challenged the logic of that institution. Our data do little
to quell the fatalism, and in fact this study has been lightheartedly
tagced by N.I.L. as a "high ¢loom’ study. Similarly, it does little
for those who are defending desegregated public education--"high
gloom" again.

llevertheless, ve think this study is instructive hecause it
demonstrates the perservance of the historical logic of public
education as Katz (1971) noted. FEven vith the desegregation
rhallenge to this logic, Crossover High School continued to stratify
its students and resegregater. It continued to promote docility
and identified students who would he socially acceptable to

industrial and commercial employers.
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It may be that desegrecation as a goal is simply not up to
the challenge. Nevertheless, equal educational opportunity is
constitutionally required and will,‘and probably should, continue.
However, it mﬁy well behoove us to look more critiquely at the
goal called quality education that we once thought about and once
again atteﬁpt to redefine it. Nevertheless, we doubt that even this

will be effective unless we are able to modify the linkages of

schools and schooling to a stratified, segmented economy.
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